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INTRODUCTION

In an earlier paper on this topic I (1) offered a critical assessment ,of

behavioral objectives, and (2) outlined an alternative educational model.1 This

model, which I labelled the "Dewey model," had as its priiie thesis the notion that

goals should be determined br the students rather than for them, and hence that

ends should not exist as fixed points external to activity, but rather should

function as "terminals pf deliberation, and so turning points in activity."2 In

summarizing this model I remarked that much work needed to be done on it, and

suggested a start be made by integrating Dewey's concept of inquiry with his notion

of ends as "terminals of deliberation."3 In this paper I would like to make that

start.

The paper will be divided into three sections. The first section will re-

capitulate the original assessment made of behavioral objectives, essentially to

serve as a contrast to the "Dewey Model." The second section will develop that

"Dewey model" in terms of inquiry and experience; while the third section' will

deal with the curriculum implications of the model.

BEHAVIORAL OBJECTIVES:
A. RECAPITULATION

In looking at the writings of such behavioral objectirists as Bloom, Gagne,

Glaser Kilithwohl, Mager, Popham and Tyler, it quickly becomes evident these 'Au-

;

cators favor an instructional model which separates ends from means. In fact,

this model is really one which concerns itself with the efficient production of

previously determined ends. Mager states very clearly that his book "is not

concerned with which objectives are desirable or good," but only with helping the

educator specify and communicate those objectives already chosen.
4 Tyler also

spends most of his time assessing means apart from ends - as is evidenced by his

"four fundamental questions" - and when he does talk of ends, he either dismisses

them as "matters of choice" or shrouds them in vague generalities as "desirable



norms," "standards of philosophic value," or "basic educational purposes."5

Popham states that the act of goal-choosing is qualitatively different from the

act of goal-implementing, and opts exclusively for the latter: "The purpose of

goal-referenced instructional models is to achieve more efficiently whatever goals

have been selected."6

While such a separation of means from ends is not uncommon in educational or

philosophic theory, it does raise important questions - in the educational,

epistemological and moral realms. Historically the separation of means from ends

has tended to place the means of any operation within an empirically verifiable

framework, while the ends remain in a separate class by themselves, often unrecog-

nized, always unassailable. Tyler does just this when he begins by saying that

"many educational programs do not have clearly defined purposes," or a "clear

conception of goals" but then goes on to assert that goals are ultimately "a

matter of choice," and can be derived from those "norms" which can be considered

"desirable," "acceptable," "basic," or "standard." Popham also removes ends to

this special category when he states that:

Society knows what it wants its young to become,
perhaps not with the precision that we would
desire, but certainly in general.7

The prime difficulty with the above statements - from an educational point

of view - is not the obvious one that such a means-ends separation provides a

categorical shield behind which exist an individual's most cherished, unexamined

and unproven prejudices. But rather the difficulty is that in placing ends in

this special limbo area both the questioning and development of them are effec-

tively removed from the educational process. Whereas in an ends-means integrated

model a major part of the educational process centers around the choosing and

evaluating of ends (and of means), in an ends-means separated model the process

centers around the efficient production of an already determined pattern - and



it is an inquiring, dynamic, live, human learner who is being so moulded. This
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comes out strongly, not only in the Popham statement just given, but also in

Mager's statement that:

An objective ... is a description of a_patteril-1
we want the learner to be able to demonstrai7

and in Kibler's statement that:

Behavioral objectives are statements which
describe what students will be able to do after
completing a prescribed unit ...°

Obviously thethe "pattern" in the Hager statement and the "prescribed unit" in the

Kibler statement are determined for the student, not lx.him nor with him.

Decision making, in terms of end choosing, is not a part of this educational

model.

Ironically this model is far more teacher-centered and teaching concerned

than it is learner-centered or learning concerned. That is, while the model is

theoretically constructed for the "benefit" of the learner - the assumption being

he can learn better whenthe knows precisely what it is he has to learn - such

learning is actually defined in terms of teaching, thus reducing the learner to

little more than a dependent and manipulative variable in a tightly structured

teaching framework. As Mager says:

I cannot emphasize too strongly the point that
an instructor will function in a fog of his own
making until he knows just what he wants his
students to be able to do at the end of the
instruction.9

Further, this model correlates quite well with that epistemological one which

assumes knowledge to be a "thing" existing apart from the learner, developed in

time previous to him, and hence unaffected by him, but transmissible to him via

a "soul," nand," or "I.Q." It also correlates with the axiological model which

assumes the learner's rights (and even his abilities) to frame his own ends and

purposes to be dependent upon his acquisition of "correct knowledge" in the



"correct form."1°

In quite a number of his works Dewey objected strenuously to both the educa-

tional and philosophica_ variants of this fixed ends or ends-categorically-

separated- from -means model. Educationally he said:

Until educators get the independence and courage
to insist that educational aims are to be formed

as well as executed within_the educatiye process,
they will not come to consciousness of their own
functiOn...Such a statement will seem to many

. persons both absurd and presumptuous. It would

be presuMptuous if. it had been said that educators

should determine objectives. But the statement

was that the educative process in its integrity

and continuity should determine them. Educators

have a place in this process, but they are not it,

far from it... For education is itself a process
of discovering what values are worthwhile and are

to be pursued as objectives.11

In a more philosophical vein he said:

The statement ... (is often made) ... that means

and ends are separate from each.other, each having

its own Piked province. In reality, ends that are
incapable of realization are ends only in name.

Ends mist be framed'in the light of available means.
It may even be asserted that ends are only means

brought to full interaction and integration. The

other side of this truth is that means are fractional

parts of ends. When means and ends are viewed as if
they were separate, and to be dealt with by differ-

ent persons who are concerned with independent prov-
inces, there is imminent danger of two bad results.

Ends, values, become empty, verbal; to remote

and isolated to have more than an emotional content.

Means are taken to signify means already at hand,
means accepted because they are already in common

use.12

What Dewey is beginning to develop in this last rather long quote - and what

lies at the heart of that which I've called the Dewey model of ends and means -

is a contrast betwden his paradigm of change and the one dominant in philosophy

since the time of Aristotle. In the Aristotelean paradigm all change is pre-

determined; as the acorn grows into the oak, so each individual realizes (under



the best of conditions) the actuality of the potentiality he has possessed since

birth. The individual changes; the species does not; change is only cyclical.

In the Dewey paradigm change is determined, not pre-determined; it is determined

by the interaction of the individual with his environment - the individual lives

not in his environment as much as he lives by means of it. There is pattern to

this change, but the pattern is not fixed, nor inevitable: it is the result of

past shared activities, communal interactions, and historical habits. All of

these can, and do, change - some slowly, some quickly.

Within the Aristotelean paradigm of change there are certain ends, truths,

realities, values, even knowledges, which exist prior to, and independent of,

the cyclical potentiality into actuality process. Within the Deweyan paradigm of

change there are no such absolute entities or ends above, beyond or external to

the interactive process of living. All life is change of one sort or another,

and within this change men develop ends (in connection with means) to give their

lives greater order, direction and control. This is what Dewey means when he

says " ... ends arise and function within action .... They are terminals of

deliberation" which will control future activities.13

Educationally Dewey saw the process of schooling as being the actual practice

of the individual forming his own ends, reflecting upon them, interacting with

others' viewpoints about them, and finally testing them in terms of performance

and consequence. This process happens somewhat naturally in ordinary living

(especially societal living) but Dewey believed the process itself would be more

effectively developed in a controlled, selected, hence school, situation. But -

and this is the important point here - the formation of ends must be a part, not

of the educator's task, but of the educative process; in fact, it should be the

central focus of that process.
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EXPERIENCE AND INQUIRY

Men, in fact, do form ends - it is part of the living process for the human

species - but, Dewey believes, in their-ordinary activities they do this in an

inefficient and "gross" manner. That is, in order to produce some sort of pattern

out of this "bloomin', buzzin', confusion" called life, it is necessary for men

to develop hypotheses, by which they can order, select and execute various 'activi-

ties. But at the common sense level this process is carried out unreflectively,

uncritically, and hence "grossly." It is well within the power of education to

raise this process to higher, more critical, reflective and refined levels. This

is accomplished not by adding something new to the original process but just by

extending that process. Thus for Dewey common sense and the scientific method are

different aspects of the same pattern: the pattern of inquiry.14

This pattern or process of inquiry is also for Dewey the methodology by

which ordinary, human experience is transformed or reconstructed from that which

is primarily or grossly perceived to that which is reflected upon, analyzed, and

hence understood.15 This process is definitely temporal, and to some degree

sequential; that is, both felt difficulties and possible solutions arise before

critical reflection and experimental testing. It is important, however, if

inquiry is to be developed as a methodology, and if experienceis to be trans-

formed or reconstructed, to carry the process beyond the stage or terminal of

immediate solution into the realm of scientific (or abstract) procedure. Thus

Dewey outlines a number of terminals, stages, or aspects which can prove useful

in focusing on various parts of the "complete act of reflective activity.
1,16

They are: (1) a felt difficulty, (2) institution of a problem, (3) suggestions

and hypotheses, (4) abstract reasoning or systematic inference, (5) testing by

action.

All thinking - at least that which is deliberate, reflective - begins, Dewey
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believes, when the equilibrium of habitual action is disturbed, either through

the emergence of an overt problem or the development within the persoeof a whim

or tentative interest. In any event the harmony of a present line of activity is

interrupted, discontinued, slowed down. This is what Dewey calls the "indetermin-

ate situation," and it is felt before it is realized. At this time there is also

a tendency for fixed and continued habits to assert themselves so the feeling of

disequilibrium will not be realized, so a definite and defined problem will not

emerge. If past habits do prevail, a problem will not develop, and the opportunity

for inquiry and the development for experience will not occur. If, however, the

situation is indeterminate enough
,
or the teelizg organism sensitive enough inquiry

will begin. As Dewey says: "To see that a situation requires inquiry is the

initial step in inquiry." Here there is "an intellectualization of the difficulty

or perplexity that has been felt (diectly experienced) into a problem to be

solved..."17 There is also a tendency at this time for the mind to become quite

imaginative, quite spontaneous. Ends, aims, purposes are in a sort of early or

beginning period; they are fancies, wishes, imaginations, but they are not vet

ends in a definitional sense, for such occur only when concrete conditions

realization (means) are also developed. Ends in this sense of potentialities or

possibilities emerge only in conjunction with means; and depend upon a knowledge

of past causal relationships, an analysis of present conditions, and a projection

of future possibilities. Now as Dewey says a wish is turned into a purpose, with

a definite commitment towards specific action.

The transformation of a wish or suggestion into an end is the very heart of %

the third phase, that of suggestions and hypotheses. When a problem has been

identified it is the nature of human thought to have ideas "pop into the head,"

or to "flash upon the mind." This is both a benefit and a deterrent. Such

activity is a benefit for it is from these suggestions that hypotheses are made;
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there is nothing intellectual about this activity - it either happens or it

doesn't, suggestions either come or they don't - but they are the "primary stuff"

of which logical connections and developed hypotheses vill ultimately be made.

That is, if the process of inquiry is continued. It is very tempting at this

stage to try a number of these suggestions to see if they will become solutions

to problems, or provide answers to that which was perplexing or intriguing. If

at this level the emphasis is upon immediate and practical solutions, then the

suggestions will not turn into hypotheses, notions will not be transformed into

ideas, and inquiry will cease prematurely. As Dewey says: "When a suggested

meaning is immediately accepted, inquiry is cut short. Hence the conclusion

reached is not grounded, even if it happens to be correct." This is a point

realized by exceptionally few teachers; certainly it is not part of the programmed

instruction framework, nor of specificallz stated behavioral changes, It was,

probably, the greatest single mistake Kilpatrick made in interpreting Dewey's

concept of "problem-solving. 1118

The next phase, the fourth, that of reasoning, is for Dewey the key one in-

the transformative or reconstructive process. For it is at this stage that ideas

are related directly to one another and not dependent upon sense experience. Here

practical suggestions ant hypotheses are put within an abstract framework of

already logically connected ideas, and traced out for their validity, implications,

and logicalness. From this arises the directive force which any strong hypothesis

should have and logically must have to be definitionally an hypothesis. As

Dewey says:

An hypothesis, once suggested and entertained, is
developed in relation to other conceptual structures
until it receives a form in which it can instigate
and direct an experiment that will disclose precisely
those conditions which have the maximum possible
force in determining whether the hypothesis should
be accepted or rejected.19



The epitome of this activity is, of course, mathematical reasoning. In fact it

is mathematical reascning which has allowed science to make the great advances it

has. But Dewey warns it is not quantification or formulization per se which is

essential to mathematical reasoning; rather, it is the opportunity to remove

ideas from the particular, to deal with them in an abstract, logical, integrative

and quite imaginative way that is the essence of such reasoning. This point,

Dewey says, is too often missed by educators and other social scientists attempt-

ing to copy the scientific paradigm.

Since the outstanding feature of pragmatism is its use of consequences or

results as a test of validity, it is only to be expected that the final stage

would return from the abstract and generalized to the specific. As Dewey says,

an'experiment is set up, "in accord with the requirements of the idea or hypothesis

to see if the results theoretically indicated by the idea actually occur." If

such results do occur - again in accord with the hypotheses laid out - then there

is reason to assert that the original propositions were indeed warranted. If,

however, "the idea in question is refuted by the court of final appeal" - that

of controlled experimentation - then, while disappointment does personally exist

and while failure has occurred, it is not at Dewey says "mere failure."

a great advantage of possession of the habit of

reflective activity is that failure is not mere

failure. It is instructive. The person Who really

thinks learns quite as much from his failures as

from his successes.

This, of course, is the real end of the inquiry process: not to achieve better.

results, but to develop a universal methodology whereby results can and will be

achieved in an organized, logical fashion. In the individual this means the

continual development of habits of reflective inquiry, or in more common termin-

ology, the disciplining or logical training of the mind.20 As Dewey says:

What is important is that the mind should
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be sensitive to problems and skilled in methods

of attack and solution;

(t)he trained mind is the one that best rasps
the degree of observation, forming of ideas,
reasoning, and experimental testing required
in any special case, and that profits the most,
in future thinking, by mistakes made in the

past.

In looking at this process of inquiry in its totality :It is easy to see that

it begins with the nonecognitive - with that which is felt or sensed - develops

certain cognitive aspects, which are then transformed to a more abstract, symbr.ic

and imaginative level, and finally concludes with a return to the practical,

particular, and experiential In this way Dewey integrates the theoretical with

the practical, or in his own words, develops "the theory of practice." A major

part of this "theory of practice" is not only the integration of the cognitive

with the non-cognitive, but also of the two levels of cognition with each other.

The first level is that characterized by suggestions "popping into the head ";

it is rather automatic, occurs without much training or experience, is limited

(instrumentally) to bodily sense organs or rather crude apparatus, and aims

generally towards the practical utility of solving an immediate problem, However,

it is also the "stuff" out of which the second level, thet of reasoning, is made.

As the first level is common sense and problem oriented, so the second level is

scientific and inquiry oriented; that is, inquiry is studied and developed as a

general methodological process. This process will ultimately be used to solve the

particular practical problems which gave rise to the inquiry process - and such

a solution is the final test of the validity of the proceSS -,but in the inter-

mediate stages hypotheses and ideas will be developed which will lead to better

observations, new and better instrumentalities, and even a transformation of the

process itself. Dewey sums up some of this in the following statement:
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The operations of common sense are restricted because
of their dependence upon limited instrumentalities,
namely, bodily organs supplemented by instrumental
apparatus that was invented to attain practical
utilities and enjoyments rather than for the sake of
conducting inquiry.... Competent science begin! when
the instrumentalities employed in operations of
inquiry are adapted and invented to serve the purpose
of inquiry as such, involving development of a special
language or set of symbols:41

The point being made here, in regard to this second level of cognition - that

of reasoning and abstraction - is that by examining an idea in relation to an

already established "set of interactions" (as is done in mathematics, logic, and

many of the physical sciences) the idea is transformed from a gross level to a

more refined one, and with that transformation come new observations, a better

train of thought, and generally a more sophisticated quality of awareness and

experience. So far such a process has been applied only to the physical sciences,

where Copernicus' theories led to - or at least helped create a need for -

Gallileo's telescopes and Kepler's mathematical advances. These in turn led to

an even further sophistication of the scientific process and the multiple increase

of practical discoveries. This general methodological model, however, could be

applied to all human areas.22 That was Dewey's great hope and faith.

.CURRICULUM IMPLICATIONS

What Dewey has done in his inquiry-experience model is to prove (or assume)

a strong connection between common sense inquiry and scientific inquiry. In fact,

he sees the latter as but an extension and outgrowth of the former. This connection

is important for an understanding of Dewey's concept of education, as well as for

an understanding of his concept of science and scientific methodology. To

appreciate better the particular connotations Dewey places upon this process he

calls "inquiry," and hence to envision the curriculum implications which can be

derived from it - but which Dewey never spells out - it might be useful to at
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least glance at the concept of inquiry as it is used by two other theorists. A

corollary benefit of this comparison will be (hopefully) a greater awareness of

the strong educational feeling and concern which pervades all of Dewey's major

writings, including his later, more philosophical ones.

Thomas Kuhn, a philosopher orscience, believes that while a few (very few)

scientists do inquire in a bold and imaginative vay, the vast majority inquire

into small, detailed problems set up by others. Thus the activity of "normal

science" consists essentially of "mopping-up," "puzzle-solving," or precise

articulation operations "of those phenomena and theories" supplied by others.24

While such work is essential to scientific progress, and not without its own

fascination - allowing theories to be applied to esoteric areas, and tested in

depth and detail - it is still of routine nature, and narrow and limiting in its

focus. Preparation for such inquiry does not require so much of Dewey's notion of

end-in-view, nor reflective thinking, as it requires textbook drill, puzzle -

solving practice, and a long and closely supervised apprenticeship. This is in

no way to disparage either the training a scientist receives, or the task he

performs. Scientists do have degrees of freedom, creativity, imagination, and

the problems they work on are unique, challenging, and useful. But these problems

are of someone else's choosing, and the theories, instrumentalities, hypotheses

and findings of research are all controlled by the general paradigm accepted by

the senior or leading members of the scientific community. Thus in analyzing

both Kuhn and Dewey it is obvious that Dewey's concept of inquiry is not the

one Kuhn believes is prevalent in scientific circles; and that Dewey's model of

education as a methodology designed to reconstruct experience (and.hence continu-

ally to lead to growth) is of a vastly different kind from that training received

by the prospective scientist.25

Whereas Thomas Kuhn talks about scientific inquiry in terms of the activity
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of the physical scientist, Joseph Schwab - a scientist and educationist - talks

about it in terms of the patterns used by the behavioral or social scientist.26 .

At least partly recognizing Kiihn's point that the physical sciences depend upon

consensus, while no such consensus seems possible in the social or behavioral

areas, Schwab does believe the pluralistic approaches used in the behavioral

field to be "few in number and capable of formulation."27 Tb be exact he sees

five, and a possibility of only five. The reductionist approach emphasizes the

reducing of explanations to one causal factor or a set of causal factors - i.e.

stimulus-response.28 The holistic approach emphasizes a definite whole, consti-

tuted of interacting parts - i.e. modern concepts of either the atom or democracy -

with the whole greater than the parts in summation. The ratio approach sees a

ratio between any subject being studied and a "larger determinative whole ...

imposed from without" - i.e. Plato's concept of the individual as society writ

small, or Lewin's concept of a psychological field. The anti principle approach

assumes "facts" to exist independently and objectively of any man-made organizing

principles. Hence inquiry is merely investigation into "what is." There is a

one-to-one correspondence here between "facts" and "reality." A more primitive

approach to inquiry derives its impetus from common sense and ad hoc methods of

organization - i.e. current investigations of cancer. While this last approach

has a certain similarity with Dewey's concept of inquiry it is a great deal more

randomized, external goal-oriented, and "practical" than is Dewey's.

The purpose of the foregoing explication was not to describe the nature of

scientific inquiry, but to provide support for the assertion that Dewey's concept

of inquiry is allied more with educational inquiry than with scientific inquiry.

Whereas both Kuhn and Schwab were discussing the operations of practicing

scientists doing a professional task Dewey was describing the development of human

experience and particularly a methodology designed to make that experience richer
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and fuller, in terms of both perception and conception., Thus Dewey says:

... the real problem of intellectual education
is the transformation of natural powers into
expert, tested powers: the transformation of
more or less casual curiosity and sporadic sug-

gestion into attitudes of alert, cautious, and

thorough inquiry.29

It is not uncommon for Dewey's critics to miss this point30 and assume that with

his frequent mention of science and scientific methodology Dewey was advocating

the use of professional scientific inquiry as a model for human thinking. Nothing

could be further from the truth! As Kuhn-has pointed out normal science is the

routine of solving individual puzzles or problems; for Dewey this is a step

which cuts off inquiry and hence leaves experience at the.gross or unrefined

stage. He would want, in Kuhn's terminology, the process to continue to the

point where the very structure of the paradigm itself would be questioned. But

that is just what does not happen in normal science, nor in the average classroom.

As Dewey says:

(The rinciple of inquiry is violated) when
emphasts falls chiefly on getting the correct

answer. Then the recitation tends to become

a guessing bee as to what the teacher is really

after.31

Such an emphasis, though, is the prime one in any system which sets pre-determined,

fixed or narrow ends. The very nature of the process is then concerned with the

attainment of those ends, and, as inquiry is cut short, education is limited.

Dewey's model of experience and inquiry is essentially one of experimental

or instrumental thinking in which ideas act as intermediaries "between an earlier,

less organized, more confused and fragmentary sort of experienced subject matter

and one more ordered, clearer, freer, richer, and under better control as to its

outcome."32 This model is both general and personal: it is general in that the

pattern of inquiry is applicable to all human thought; it is personal in that
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the pattern of developing experience centers very heavily around the personal

aspects of experience. It is a scientific model in that it substitutes experi-

mentation for a priorism and deliberate modification for transcendent "rational

intuitions, revelations from on high," and adherence to established traditions

and authorities.33 However, in its insistence on the continual reconstruction

of all personal experience, for all people, in all areas of human activity, it

is essentially an eduiational model more than anything else. But as an educational

model it has received scant attention and very little development; while as a

model for scientific practice it is far too general to be in anyway.usefu1.
34

The most obvious, and most general, curriculum implication which can be drawn

from Dewey's inquiry-experience model is that education should primarily be

concerned with the orderly development of the process of thought. Thus he says:

(and):

It is evident that education is primarily
concerned with thinking as it actually takes
place in individual human beings. It is

concerned to create attitudes favorable to
effective thought.

... while we cannot learn or be taught to
think, we do have to learn how to think well,
especially how to acquire the general habit
of reflection.35

While at first glance few educators, of most any persuasion, would disagree with

the above statements, the great majority would not, aid have net implemented it

the way Dewey would. For Dewey the key phrases (above) are "individual human ...

attitudes," and "general habit of reflection." He does not believe "the practice

of thinking in accordance with some logical formula results in creation of a

general habit of thinking." Rather he believes the general habit of thinking to

be innate and its development to depend Partly upon individual attitudes, partly

upon methodological forms. But he keeps his forms (the five aspects of reflective



thought) most general and non-serial because, if given a choice between attitude

and form, he would choose attitude:

If we were compelled to make a choice between
personal" ttitudes and knowledge about the

-principles-of logical reasoning together with
some degree of technical skill in manipulating
special logical processes, we should decide
for the former.36

But this choice is just the opposite of that made in the overwhelming majority

of curriculum or behavior models. They are concerned essentially with the product

produced, and have assumed that drill in methods of achieving that product will -

not or.:y attain the narrow goal specified, but - somehow lead to the "general

habit of reflective thinking." Dewey, on the other hand, believes the general

habit of reflective thinking will lead to superior product performance in a variety

of individualized instances. Thus his inquiry-experience model emphasizes, not

the product of thought, but the habit of thinking. This emphasis, in turn, means

a personal involvement in the choosing of ends, experiencing of consequences, and

development of alternatives, not found in most curriculum or behavior models.57

(The Nature and Role of Hypotheses]

In most curriculum models major attention is paid to the definition and

arrangement of specific subject-matter. However, in the inquiry-experience model

this attention is shifted to "the role of hypotheses ... (and) the necessary place

they occupy in every intellectual operation."38 In short, the shift in emphasis

is from an educational model designed to "teach" (or have the learner learn)

efficiently a given set of material, to one designed around the construction,

development and testing of hypotheses. As Dewey has said, hypotheses are not

fixed or final (or pre-determined) truths; they are "working ideas", and as such

they are not provided, but constructed or developed.39 They arise naturally out
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of an individual's active involvement with his environment, but in their embyronic

form they are no more than whims, fancies, musings, or suggestions. To be

developed into hypotheses; ends-in-view, purposes or aims, these whims, fancies,

musings or suggestions must go through a transformative process based on real

choice, followed by causal and received consequences. The word "real" is appended

to the word "choice" here because there is a tendency today to construct education-

al models which offer the individual the opportunity to choose from a variety of

pre-set alternatives. Such a limitation does not allow for the construction of

choice, and unless choice be constructed, man's unique ability to abstract, to

imagine, to create is not brought into play; nor is his degree of personal involve-'

ment nearly so great.

The educational situation should then be so structured that the individual

is actually encouraged to make as many choices as is feasible with his age, the

subject being studied, and his own personal sense of being. However, if the

choice is to be something other than mere fancy - if indeed this choice is to be

constructed - then there needs to be development of the act of choosing, and that

means a connection between choice and consequence. An end-in-view acquires its

power to be an end - to direct future activity towards a desired consequence -

only as the means available to achieve the end come into play. Up to that time

the end is the same as a whim or imagination. This is what Dewey means by saying

that ends arise out of activity - do not precede it - Lnd are turning points

(or controlling foci) within activity. Within this process of emergent ends

integrated with available or possible means, it is necessary to: (1) have enough

control over the situation and logical methods of operation that a causal connec-

tion between hypothesis and consequence can be warranted, and (2) carry the pro-

cess far enough forward into practical activity that actual consequences do

result.
41 As Dewey says, in a very meaningful but poorly written passage:
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One of the chief causes for failure in school to
secure that gain in ability to understand that is

a precious educational result is the neglecting to

set up the conditions for active use as .a means
in bringing consequences to pass - the neglecting

to provide projects that call out the inventiveness
and ingenuity of pupils in proposing aims to realize,
or finding means to realize, consequences already
thought of. All routine and all externally dictated
activity fail to develop ability to understand, even
though they promote skill in external doing. Too

many so-called 'problems,' in reality assigned tasks,

call at best simply for a kind of mechanical dexter-
ity in applying set rules and manipulating symbols.
In short, there is a challenge to understanding only
when there is either a desired consequence for which
means have to be found by inquiry, or things are

presented under conditions where reflection is re-
quired to pe2 e what consequences can be effected by

their use.4

This carrying forward of an idea into, consequential results in practical

action is not only a distinguishing feature of Dewey's pragmatism, but the under-

lying meaning of the newly re-discovered Greek word, "praxis."43 In this process,

ideas (as working ideas) not only control the course of future developments, but

as they are integrated with means (for the ultimate production of results) they

acquire, themselves, new meanings and hence undergo a transformation. This

transformation is the reconstruction of experience, or what Dewey calls growth.

In it the ideas transform the experiences, and are themselves transformed from

wishes or imaginings into hypotheses; Of all the educators and/or educational

theorists writing on Dewey or making Deweyan models, the only one giving evidence

of having grasped this methodology is Joseph Schwab.

Schwab believes, as he says, curricula and the field of curriculum to be

"moribund." The cause of this is an "inveterate and unexamined reliance on

theory," and the cure is to divert curriculum energies "from the theoretic to the

practical."44 Both "theoretic" and "practical" are words used in a Deweyan sense.

Schwab's objections to reliance on the theoretic for curriculum (or schooling)
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models are two: first, the very nature of theory is that it abstracts and

generalizes, moving away from the unique idiosyncrasies of a particular situation

to idealized regularities. Indeed such abstraction and generalization is helpful

for concrete decision making, but only in the sense of providing guidance and

direction, not in.the sense of a rule or formula to be dogmatically imposed or

followed.45 Schwab's second objection is that theoretic developments in the field

of education have not dealt with the nature of educational problems but have been

borrowed, from other fields - notably psychology. Further, humans are themselves

so complex, and their interactions with their environment and others so diverse

and changing, that Schwab doubts any attempt at a general theoretical hierarchy

will be productive. Rather he believes a new apprOach to curricula questions must

be developed, one which deals with the practical art of deliberation and decision

making. Thus, as Schwab says:

... real cases are not mere instances of general
rules or mere members of classes... classes and
rules are neat abstractions from the real and
real cases seen in terms of rules and classes are
confused and complex..:the application of prindiples
to problems of choice and decision ... requires its
own art, the art of deliberation, involving the
envisaging of alternatives, the weighing of alterpg,
tives, and the rehearsal of probable consequences'.40

This is very much akin to (and indeed an extension of) Dewey's later stages of

inquiry, and to his notion of "a theory of practice."

If the educational process is to move away from the presentation of theoretic

structures which the student is to learn into a study and development of the

practical art of deliberation and decision making, then Schwab sees four areas

that need exploration and emphasis.47 First, the field of study needs to be

explored, not from the viewpoint of its idealized form and function, but from the

viewpoint of its practical problems and operations. This could be accomplished

by doing away with textbooks and substituting contemporary monographs, newspaper
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accounts, or commission reports, and prime sources in general. In some areas

actual observation and work in the field could be integrated with study of the

field. Arrangements could also be made for the students to observe (and interact

with) the teachers, professors, and experts in the field interacting with each

other.

Second, the students' own already formed habits of inquiry and decision making

need to be explored, developed and transformed. Schwab calls this a disciplined

habit of intelligence - "the pattern of search, analysis, and articulation of

meaning" - and gives an example for illustration: 48

A female government employee in peacetime has
given some secret (but non-useful) information
to her spy boyfriend. She has admitted her guilt
and is to be sentenced by the judge. What
sentence should he impose?

The students are-asked for their decisions and the reason for those decisions.

Naturally a variety of sentences and reasons would be expected - i.e. five years
tri

in prison as an example for others contemplating treason, suspended sentence due

to the nature of the girl's infatuation for the boy, and the fact that the documents

were of no value. Schwab then suggests that the instructor discuss, not the merits

for these choices, but the reasons underlying them. Thus the students choosing a

long sentence for.example - setting are operating under the tacit (but rarely

examined assumption) that punishment will act as a deterrent to others. Empirical

evidence could be gathered on this question, and the students' own thinking

strengthened. Those opting for a suspended sentence also are operati

tacit, but far less clear (and maybe quite varied), assum

feels these assumptions should be explored that

more clearly analyzed, developed an

Third, the students

exercise (and

ng on certain

ions. Again Schwab

the students' thinking night be

hence transformed.°

need to be given areas and activities in which they can

hopefully develop) power, responsibility, and choice; and the
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situation should be so constructed that they would live with the consequences of

their decisions. Schwab sees this area as one of the schools' present greatest

lacks; students are denied any real decision making power or responsibility, and

denied the opportunity of experiencing the consequences of their own actions.

Schwab's hope here is that in placing the students within a decision-making/

consequence-receiving situation (along with a study of the field, and their own

methods of decision making) they will learn the practical arts of compromise and

consensus. That is, they will experientially realize that each situation has its

own unique factors, and while study of those factors is vitally necessary, the

actual act of decision-making must be done in conjunction with others, and in

accord with various emphases being placed upon those factors. (Here the case of

the girl being sentenced is illustrative: none of the sentences were "wrong;" they

just assigned different weights to the various factors in the case.)

Frourth, the overarching curriculum pattern (to whatever degree there is one)

should be that of a "polyfocal conspectus." That is the encouragement of pluralism

and the positive advantages of pluralism; that through pluralism there is the

opportunity to garner more insights into the complex construction of practical

situations. Such an approach would encourage the development and analysis of

alternatives and hence give incentive to man's powers of creativity and imagination,

while at the same time maintaining a disciplined approach to inquiry and the

transformation of experience.

The question, Dewey said, is:

Whether inquiry can develop in its own ongoing course

the logical standards and forms to which further

submit?50
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